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UNIVERSITY OF SOUTHAMPTON
ABSTRACT

FACULTY OF EDUCATIONAL STUDIES

Doctor of Philosophy
EXPLORING ISSUES OF RACISM WITH WHITE STUDENTS

THROUGH A LITERATURE-BASED COURSE
by Beverley Naidoo

The purpose of this study was to explore issues of racism with
a class of white thirteen/fourteen year-olds through a year's

course centred primarily around literature. How would their
perceptions and frames of reference shape their responses and
to what extent might the texts, which strongly indicted
racism, encourage shifts in perspective? Drama, videos
providing social context, as well as sessions with visitors,
particularly black artists, were important elements. A survey
to reveal racist perceptions was administered before and after
the project to the whole year group.

Apart from notes taken in class as a participant observer,
my data was drawn from students' reading journals, responses
to specific passages or items, transcripts of class and small
group discussions, and interviews. While in initial conception
my intended focus was to have been largely on the interaction
between students and texts and thelr responses to other
inputs, my lens rapidly widened to encompass the context of
the classroom created by the English teacher. The result was
to throw up sharply certain fundamental pedagogical issues for
anti-racist teaching.

Although the study was ethnographic and most of the data
qualitative, part of the survey of racist perceptions was open
to gquantitative analysis. Both sets of data suggested the
possibility of gender differences in responding to issues of
racism. While there was evidence of students opening out to
new perceptions, the study details some of the considerable
difficulties of developing understanding of, and challenging,
racism in a predominantly white context where reperception lis
not matched or reinforced by change in social structure.



CHAPTER ONE: INTRODUCTION AND BACKGROUND TO THE PROJECT

'Race'’ and racism in Britain
Black1 people have lived in Britain since at least Roman

times, black soldiers being part of the army of occupation
during the first 400 years A.D.(Alexander and Dewjee, 1981;
Fryer, 1984: 1-2). We have visual evidence of a black
trumpeter at the roval Westminster Tournament in 1511 (Greater
London Council, 1986: 7) and the written record of five
Africans being brought from the Guinea Coast by the merchant
John Lok in 1555 (Banton, 1955: 21-2), to be trained as
merchants' asslstants and interpreters. The burgeoning slave
trade of the 16th and 17th centuries saw the arrival of
increasing numbers of black people into the country. An
Insight into the official response can be gleaned from a
statement by'EIizabeth I's Privy Council, when ordering the
deportation on July 11 1596 of ten black people brought from

Spain by Sir Thomas Baskerville (Acts of the Privy Council,
XXVI, 1596-7; Walvin, 1973: 8):

"...there are of late divers blackamoors brought into
this realme, of which kinde of people there are already
here to manie, considering howe God hath blessed this
land with great increase of people of our owne nation as
anie countree in the world, whereof manie for want of
service and meanes to sett them on work fall to idleness
and to great extremytie. her Majesty's pleasure therefore

vys that those kinde of people should be sent forth of the
lande..."

This statement, almost 400 years old, provides us with
linguistic evidence of deep-seated perceptions based on a
notion of different 'races' which has endured amongst white

communities in Britain to this day, bolstering racist
attitudes, practices and structures. 'Race' itself, as it is

1 My use of the term 'black' is in the broad political
sense of those people not regarded as 'white'. I have not used
the caplitalised form for either term on the grounds that
language is not merely an attempt to reflect reality but
perpetuates selective constructions of reality. While fully

acknowledging that racism affects how black and white people
experlience society, I feel that capitalisation might be taken

to suggest not Just a political reality but an objective
biological reality.



popularly conceived, has no objective biological validity
(Hiernaux et al, 1965; Rose et al, 1978; Lewontin, 1987), but
is a social construction (Figueroa, 1984). Nevertheless locked
away In this social construct, as passed on through successive

generations 1s "the assumption that underlving the social
label is a biological basis, that there are biologically
distinguishing features which separate one ‘'race' from

another." (Rose et al: 5) Perhaps the most telling phrase of
Elizabeth's edict is "of which kinde of people” in referring
to black people. Blacks were perceived as of a different
'kind', clearly distinguishable from "people of our owne
nation”. Shakespeare's Caliban was a reflection of such common
Elizabethan conceptions of the savage that "wouldst gabble
like/ A thing most brutish", perpetuator of a "vile race"
(The Tempest, I.ii). Elizabethan sexual fears are furthermore
revealed in Caliban's attempt to rape Miranda, thwarted only
Just in time by her father Prospero, Caliban's self-appointed
coloniser:

Caliban: O ho! 0 ho! - 'would it had been done!
Thou didst prevent me; I had peopled else
This isle with Calibans. (I.ii1)

Given this way of framing human beings into different kinds
from 'our own' - who ultimately present what could be
conceived as a biological threat to the nation - it is not
difficult to see how problems of unemployment and related ills
can also be simplistically framed in terms of there being too
many people, with those of a different kind belonging
elsewhere. Thus black people become further victimised in
being represented as the cause of the problem, with attention
being deflected from challenging questions about how the
soclety is structured and how it shares out economic wealth,
political power and social status.

Echoes of the concepts, language and agenda of Elizabeth I's
Privy Council could be heard reverberating over 380 vears

later in pronouncements of politicians like Enoch Powell (in
Gilroy, 1987: 43) and Margaret Thatcher (1978):



"The nation has been and is still being, eroded and
hollowed out fromwithin by implantation of unassimilated
and unassimilable populations... alien wedges in the
heartland of the state." (Powell, 9.4.76)

"People are really rather afraid that this country might
be rather swamped by people with a different culture and
you know the British character has done so much for
democracy, for law, and done so much throughout the
world, that if there is any fear that it might be
swamped, people are going to react and be rather hostile
to those coming in." (Thatcher, 30.1.1978)

Inherent in Powell's concept of the nation and Thatcher's
"this country" with its "British character" is the notion of
a white British 'race', although there is a subtle shift from

the language of overt 'racial' superiority to that of cultural
difference. The Immigration Act of 1968 with its legal concept
of patriality - enabling anyone with a UK-born grandparent to
claim nationality - embedded into British statute law what
Gllroy (1987: 45) refers to as the "cultural biology of
'race’”. The converse to the proverbial 'Once an Englishman,
always an Englishman' was put bluntly at the time by Powell
(In Gilroy, 1987: 46): "the West Indian does not by being born
In England, become an Englishman. In law, he becomes a United
Kingdom citizen by birth; in fact he is a West Indian or an
Asian still." Thirteen years later that law was changed.
Patriality, as opposed to birth, became established as the
criterion for future British citizenship in the British
Nationality Act 1981, thereby ensuring predominantly white
entitlement to this status (Davey, 1983: 32). Solomos (1989:
22) notes how Gilroy and others (Centre for Contemporary
Cultural Studies Race and Politics Group, 1982) have pointed
to the emergence of ‘'the new racism', defined by the ways In
which notions of culture and nation are belng used to
construct a definition of exclusive 'Britishness' in which
differences in culture, ethnicity or 'race' are outside the
Anglocentric norm. As Gilroy (1987: 45) perceives it:

"The new racism is primarily concerned with mechanisms of
Inclusion and exclusion. It specifies who may
legitimately belong to the national community and
simul taneously advances reasons for the segregation or
banishment of those whose ‘origin, sentiment or
cltizenship' assigns them elsewhere... The process of
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national decline is presented as coinciding with the
dilution of once homogeneous and continuous national
stock by alien strains.” —

With black immigration and citizenship tightly controlled
through legislation and with the success of 'Powellism' -
described by Hall (1978: 29-30) as "the formation of an

'official' racist policy at the heart of British political
culture” - discussion about 'race' from the right refocused
from 'the enemy without' to 'the enemy within' which was
alleged to be threatening the nation's cultural and political
values (Solomos, 1989: 135). To Powell, various forces of "the

invisible enemy within” (in Hall, 1978: 30) were conspiring to
destroy British society's cohesion, its social order. This
shift of focus was reflected in the growth in imagery

associating black people with inner-city unrest, decay and
disorder, contrasting sharply with the low key Government and
media response to documented increases in racist attacks
(Daniel, 1968; Humphry and John, 1971; Smith, 1977; Brown,
1984; Commission for Racial Equality, 1987; CRE 1988). An
underlying assumption frequently present in official
presentation of such attacks has been that racism is not the
issue, but that what is being manifested can be seen rather as

a 'natural' response to cultural and racial difference
(Solomos, 1989: 135).

It is, of course, not only black people who have been targets
of racism within British society. The history of both Irish
and Jewish immigration provides "continuities and
discontinuities between contemporary racial ideologies and
previous forms" (Solomos, 1989: 27). While the state has not
intervened in controlling Irish migration as it has for Jewish
and black people, there is a long history of anti-Irish
stereotyping, relating not only to the position of Irish
migrants on mainland Britain, but to England's dominant
political and economic relationship with Ireland (Curtis,
1984). Drawing strong parallels between the oppression and
exploitation of black people and that of the Irish, Curtis



documents the growth of stereotyping and the notion of Irish
inferiority from Norman times as conveyed in writings,
cartoons, popular jokes and sayings, as well as in Victorian
theories of 'scientific' racism in which the Celtic 'race'’ was
categorised amongst the lower ‘'breeds' of the assumed
hierarchy. Cohen (1988) has also focused on the historical
antecedents of anti-black racism, including an examination of

anti-semitism and development of the concept of the monstrous
‘other'’.

Apart from construction of racist thinking by commission,
racist ideology 1Is consolidated through omission. For
instance, the major determinants of the presence of black
people are conveniently omitted. Enoch Powell is not known for
reminding supporters of deportation that formerly, as Minister
of Health in the mid’' 1950s, he had been actively involved in
post-war campaigns to recruit labour, from the Caribbean in
particular. Nor, I suspect, did Elizabeth's Privy Council
remind its audience that most "blackamoors" were in England as
a direct consequence of English involvement in slavery. It was
John Hawkins who, in 1562, went in search of slaves to Africa
- not the other way round (Davidson, 1961: 64-5; Frver, 1984:
8). Questions of responsibility towards fellow human beings do
not appear to arise when the abused are regarded as being
outside the social circle. To Hall (1978: 25) the matter of
omission Is critical:

", ..the development of an indigenous British racism in
the post-war period begins with the profound historical

forgetfulness - what I want to call the loss of
historical memory, a kind of historical amnesia, a
decisive mental repression - which has overtaken the

British people about race and Empire since 'the 1950s.
Paradoxically, it seems to me, the native, home-grown
variety of racism begins with this attempt to wipe out
and efface every trace of the colonial and imperial past.
Clearly that is one effect of the traumatic adjustment to
the very process of bringing Empire to an end. But
undoubtedly, it has left an enormous reservoir of guilt
and a deep, historical, resentment.”

Hall's point is brought home forcefully when considering the
pre-war confidence and assurance with which Winston Churchill



(in Horrox and McCredie, 1979) openly acknowledged the
material value of the colonies in funding Britain's Industrial
Revolution:

"Our possessions of the West Indies, 1like that of
India... gave us... the strength, the support, but
speclally the capital, the wealth, at a time when no
other European nation possessed such a reserve, which
enabled us... to lay the foundation of that commercial

and financial leadership which... enabled us to make our
great position in the world."

It seems inconceivable that this kind of admission by the
British Government would ever be publicly made today, when the

popular image of Britain's relationship with the 'Third World!
appears to be that of munificent donor to 'should-be-grateful’

recipients, dependent on 'aid' from the West and whose

inhabjtants need to be kept at bay through strict immigration
controls.

According to Mullard (1980: 11-12), centuries of British
exploitation have led to a range of "justificatory beliefs"
becoming Iinstitutionalised in the minds of whites so that
racism is "almost second nature... a part of everyday life,
daily stated and largely unquestioned":

"Black or white, no peoples can be torn away from their
history, the historical and social context in which they
define themselves or seek meaning for their existence.
That racism had been an integral part of the British
experience for more than four centuries and that it had
become a part of popular culture - in the language,
literature, music etc. - all helped to determine the
white British response to black migration.”

Just as none of us can be extracted from our history, racism
s also "historically specific" (Hall, 1978: 26). While
today's racism shares features in common with similar
phenomena at other times, and in other places, it 1is
nevertheless shaped by the present. Whereas pre-war raclism was
that of Empire and colonialism, the post-war period saw racism
become, as Hall puts it "a racism 'at home', not abroad" -
with reconstruction of the enemy from without, to within.=

Racism, as described above, is highly complex. While it is a
universal phenomenon and not unique to Britain, it has strong
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historical roots in this country, maintaining common elements
- or an 'echo' - over time. However it 1Is also historically
specific to each period, 1its ‘'shape' adapting to new
conditions. In its structural form it is deeply embedded at an
institutional level within economic, political and soclal
structures, policies and practices. In its ideological form it
is deeply embedded within popular culture, as indicated by
Mullard, and within the society's "frames of reference"
(Figueroa, 1984). Shared by the majority of Britons and
closely associated with British identity, these frames of

reference are the "largely unacknowledged and unverbalised
substratum of beliefs, assumptions, feelings, quasi-memories,

etc. which underlie, sustain and inform perception, thought
and action" (Figueroa and Swart, 1985). For instance,
describing the crisis of the 1970s economic recession, Hall
(1978: 31) writes: "This is not a crisis of race. But race
punctuates the crisis. Race is the lens through which people
come to percelve that a crisis is developing. It is the
framework through which the crisis is experienced." At its
core, racism Is based on the socially-constructed belief in
the exlstence of different ‘'races' to which it is deemed

possible to ascribe inherent characteristicsh. It is thus,
according to Carter and Williams, "more than the sum of
individual prejudice: it becomes an organising principle of
popular consciousness" (1987:177). Carter and Williams also
provide a sharp critique of the prevalent definition of racism
in terms of "power + prejudice” in terms of which it is argued
that all white people in Britain have power over black people
and only white people can be racist:

"In short, the racism = power + prejudice formula rests
on a personalized view of power and an understanding of
racism which sets it aside from economic relations. White
power and white attitudes within particular institutions
become the focus of policies. The political implications

of this are far reaching." (Carter and Williams, 1987:
174) .

In other words, whiteness or biological skin colour becomes

the pre-eminent critical factor for any social analysis
concerning black/white relationships, irrespective even of



class. My own working definition, however, of racism is of a
highly complex phenomenon of discrimination and oppression,
which, although universal, is nevertheless historically
specific in both its structural and ideological forms in each
society, and which is based on a socially-constructed belief
in the existence of inherently different ‘'races'’'.

I have not yet referred to the crucial aspect of reaction and

resistance to racism. Since the publication of Because They're
Black by Humphry and John (1971) and Mullard's Black Britain
(1973) there has been a gradual growth in the literature

detailing the increasingly active, angry and organised black

response (Moore, 1975; Frver, 1984; Sivanandan, 1982;
Sivanandan, 1986). Discussions about anti-discrimination

legislation were initiated by the Labour Party in the late
1950s in the context of the early intense debates about
immigration (Lester and Bindman, 1972; Bindman, 1980) and led
to the first Race Relations Act of 1965 which prohibited
discrimination in public places, but left the crucial areas of
housing and employment untouched. While the remit of
subsequent Race Relations Acts of 1968 and 1976 was widened,
the fundamental duality in establishing anti-discrimination
legislation and equal opportunity policies at the same time as
instituting and refining discriminatory immigration laws, has
been viewed not only as reducing the effectiveness of anti-
discrimination measures (Davey, 1983: 34) but as “"a thoroughly
contradictory process based as much on political expediency as
on any commitment to justice and equality" (Solomos, 1989:
68). Nevertheless the existence of Race Relations legislation
indicates that the state is not monolithic and suggests the
possibility of certain ideological contradictions which could
be of use in attempts to undermine racist frames of reference.

Schools and cultural transmission
Schools play a crucial role in the business of cultural

transmission and the transmission of social patterns (Lawton,
1973; Bowles, 1976; Bourdieu, 1976). According to Young,



education is "a selection and organization from the available
knowledge at a particular time which involves conscious or
unconscious choices” (1971: 24) and “"those in positions of
power will -attempt to define what is to be taken as knowledge”
(1971: 32). Since 1870 the majority of children have been
educated in state schools and there have always been limits to
which a state school can openly deviate from the state's

expectations, even prior to the centralised control of the
1988 Education Reform Act. Media coverage and popular outcries
surrounding London schools like Risinghill (Berg, 1968) and
Willjam Tyndale (Gretton and Jackson, 1976; Ellis, McWhirter,

McColgan and Haddow, 1976) reveal how susceptible schools have
been to attack when it has been suspected that unacceptable
values are being transmitted to the children, although the
ostensible focus of the attack may be on features of
management. The Conservative Government's enforced break-up of
the Inner London Education Authority itself reveals the same
phenomenon on a grander scale. Even though the vast majority
of schools and teachers have not put themselves out of line in
the past, room for diversity is nevertheless being further
clamped down by "increasing centralised control over the
delivery and trajectory of education" (Troyna, 1988: 5).
Troyna quotes Hartnett and Naish on the effects:

“"Centralization has restricted the autonomy of local
education authorities in dealing with their local
education problems; has removed much control over the
curriculum from teachers; and has reached deep into the
curriculum of teacher education. The effect of this has
been to make the technical and administrative issues
about education (such as how to get better value for
money or how ¢to relate schools more closely with
industry) appear to be the central ones." (Hartnett, A.
and Naish, M. 1986)

One might well see centralisation as, in part, the
government's response to the reformulation of certain values
and priorities in a number of local authorities where black
people have been in sufficient numbers to make their voices
heard and begin to have a say in education. Just one of the
many areas of concern for black and ethnic minority parents
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has been how the reality of their varied histories and
cultures is represented in their children's schools. As

Tomlinson (1990: 71) has noted, Britain still has largely
retained "the imperial curriculum":

"The recognition that the curriculum was, and still is,
in many ways influenced by the beliefs and values of a
period of imperial enthusiasm and a final expansion of

the British Empire - a period which coincided with the
development of mass education - has however been afforded
little discussion. Yet it was during this period of
Empire that many aspects of what is now regarded as
'British culture' came to be reflected in the school
curriculum, underpinned by a set of values still regarded
by many as 'traditional' British values."

Books for children supply ample evidence of past involvement
of schools In propagating "jJustificatory beliefs" and values.
For {iInstance, during the colonial era black people were
represented in children's fiction In three pre-eminent ways -
as primitive savage, faithful servant or the comic butt of fun
(Naidoo, 1988). Many schools still openly retain such books on
shelves, without offering any programme of critical
intervention. Not only fiction but textbooks and non-fiction
'information' books from colonial times typically portray
black people in terms of racist stereotypes, promoting notions
such as primitiveness and inferiority in contrast to supposed
white civilisation and superiority (Zimet, 1976; Dixon, 1977;
Hicks, 1980a, 1980b; Preiswerk, 1981; Gill, 1982; Kent, 1982;
Naidoo, 1985a; Klein, 1985). The Irish have come in for
similar treatment (Curtis, 1985). Stereotyping,
marginalisation and omission of black people are evident in
most reading schemes (Rice, 1987). While critical studies of
bias in examination syllabuses in the early 1980s (Little and
Willey, 1981; Schools Council, 1981; Figueroa and Vida, 1984)
were followed by some changes, the pattern has been piecemeal.
For instance the 1988 English Literature GCSE syllabus for the
Southern Examining Group offered only 4 out of 121 books by
black writers, little over 3 per cent, compared with 13 out of
96, or 13.5 per cent for the London and East Anglian Group
(Naidoo, 1988). It appeared that a form of ‘'cultural
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apartheid' was at work with more black writers being offered
only where there were more black students.

According to Verma (1990) the essentially "monocultural and
assimilationist orientation” of the British education system
is set to be further entrenched by the state's move to a
centralised and overtly controlled National Curriculum, the
content of which is "biased in favour of white middle-class

Anglo-Saxon pupils”. In addition, the Education Reform Act is
set to create further divisions between schools, particularly

between those that 'have' and those that 'have not' and to
further reinforce black disadvantage, inequality and injustice
(Verma, 1990; Richardson, 1988, 1989; Hatcher, 1989). Whatever
the smattering of useful statements within individual National
Curriculum documents in terms of reflecting Britain as a
diverse society, it seems unlikely that they could carry the
necessary force to undo the over-arching discriminatory
effects of the Education Reform Act (Ball and Troyna, 1989)
and the fundamental nationalism within the National Curriculum
content itself. While some commentators such as Eggleston
(1990) perceive "some hope for a genuinely multi-ethnic
perspective in a few of the Working Group reports
(Mathematics, Science, English and Technology), there is an
acknowledgement that "these concessions to a multi-ethnic
dimension are small, and in the context of the whole reports
marginal” (1990: 10). A clear illustration of contradiction
between statement and actual content lies within the History
National Curriculum document (DES, 1990), which refers to
Britain as a multicultural society (para 11.25) and begins
with a positive statement of the purposes of school history
(para. 1.7) in terms of helping students understand the
present in the context of the past; helping students develop
a sense of ldentity and understanding of their cultural roots;
and contributing to their understanding of countries and
cultures in the modern world. However of the twenty-nine named
individuals mentioned under ‘essential Information' in the
core units, only three are women and all are white Europeans.
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Contradictions between the over-all structural changes of the

Education Reform Act, alongside the predominantly
assimilationist content of the National Curriculum, and some
of the proposals for valuing diversity and 'equal

opportunities' appear to reflect fundamental contradictions in
the wider society to which I have already alluded: in

particular the duality between a highly efficient framework of
immigration legislation - promoting 'British' equals 'white' -
and constrained Race Relations legislation, attempting to
counter some of the racist effects of the former.

Another critical perspective 1is provided by Jones (1990a;
1990b) who focuses on the iIncreasing hegemony of the political
right and on the deflection of educational debate away from
the fundamental issue of class (1990a):

"...there have developed among inf luential
educationalists over the last 15 years, an interest in
deploying many of the 'means' of progressive education,

while setting to one side some of its more radical,
social and cultural commitments."

Within progressive English teaching this has meant, for
instance, promotion of the value of oracy or ‘talk' as an
element of 'good practice' without reference to the original
commitment to empowerment of working class students and social
justice which was present amongst many of the early
protagonists. Similarly there has been increasing acceptance
of diversity in accents and dialects in terms of enriching the
linguistic environment of school and classroom rather than in
terms of challenging the connections between language and
power. Radical critiques in the '60s and early '70s which
attempted to address the fundamental connection between class
and educational achievement appear to have been absorbed into
bland official statements about providing equal opportunities.
Furthermore the latter are frequently interpreted as providing
the same thing to everyone, without recognition of critical
differences in starting points. Jones (1990a) cites the
English Working Party's reference in its chapter on 'Equal
Opportunities' to the fact that "one of the best demonstrated
findings of educational research” (DES, 1989: 11.10) concerns
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the association between social background and educational
attainment. However the report does not address the issue any
further except to say that "The causes of such differences are
not well understood. But curricular and assessment
arrangements should aim to raise expectations and to help to
narrow the gap wherever possible". A medical analogy for this
advice might be that, having demonstrated a strong association
between cancer and death, the recommended treatment for cancer
patients is for them to be kept as comfortable as possible.

Racism and education

Given the entrenched class nature of education, it was
inevitable that the vast maijority of children of post-war
immigrants, coming to £il1l Britain's labour shortages, would
find themselves in the nation's least academically successful
schools. Initlal state 'laissez-faire' towards the migrants
was shattered by the 1958 anti-black riots in London,
popularised by the media as 'race riots'. As Fryer (1984: 378)
records: "Stimulated by fascist propaganda urging that black
people be driven out of Britain, racist attacks were by 1958
a commonplace of black life in London." The state's response
was to Introduce the First Commonwealth Immigration Act {n
1962. The first official educational response came as a
delaved reaction three years later (DES, 1965). Its philosophy
was that of assimilation of immigrants who presented a
'problem' because they did not speak English. Following Roy
Jenkins' call in 1966, as Labour's Home Secretary, for "equal
opportunity accompanied by cultural diversity in an atmosphere
of mutual tolerance” (in Rose, E. et al., 1969: 11), the
official dominant philosophy in the late '60s to the early
'70s shifted to one of integration. The focus was retalned on
adaptation by immigrant communities but it was argued that
white society should become more aware of minority cultures
and make allowances for them. British-born black children were
still largely regarded as 'immigrants'. The late '70s and
early '80s saw the beginning of an official shift in focus
onto cultural diversity and pluralism, based on a theoretical
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notion of equality of the different cultures in British
society. Ideas of an anti-racist philosophy however began to
permeate into the policies of some Local Education Authorities
in the early '80s, both in response to pressures from black
students within schools and political struggles and demands
from active local communities outside schools. Some anti-
racist educationalists rejected the centrality of 'culture' to

a policy for equality and justice, or as Milner succinctly put
it (1982: 72): "British society did not consign black people

to its bargain basement because of their dress, diet or
unfamiliar customs, it did so because of their r:ac:e".‘..2 With an

anti-racist orientation, for the first time there was official
focus on the actual, and structural, inequalities faced by

black people and other ethnic minorities. It began to be
argued that the major task was to tackle racism (including

structural and institutional racism) if real equality and
Justice were to be achieved for all pupils, with the Inner
London Education Authority becoming the first local authority

to produce official policy documents reflecting this
perspective (ILEA, 1983).

Various models have been developed around these stages of
educational response to the presence of black people in
Britain (Mullard, 1984; Troyna and Williams, 1986; Brandt,
1986) although they are by no means historically discrete. The
argument of how society's racism was reproduced within the
school system was first articulated by Bernard Coard (1971) in
his seminal book How the West Indian_ Child {is_ made
Educationall Subnormal in the British School System.
‘Knowledge about racism in society and schools is something
with which the black community has always lived. In contrast,
particularly in predominantly white communities, Carlton
Duncan points out that much assimilationist practice is still

2 Powerful evidence of this was provided in the BBC
series Black and White (BBC, 1988) when two British reporters

- closely matched in terms of occupation, class, speech and
dress, but differing in colour - tested their relative access
to accommodation, employment and clubs.
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current today (1987: 80). Given this entrenchment of racist
culture in a society still structured on racist lines (Brown,

1984), the publication of Education for All: the report of the

Committee of FEnquiry into the Education of Children from
Ethnic Minority Groups (Swann Report, DES, 1985) provided a
significant focus for educational debate. For the first time
there was reference in an official document to the importance
of countering racism in mainly white areas. However the report
was not only attacked by the conservative right but also
.sharply criticised from within the anti-racist movement. With
its essentially multicultural orientation and loose conception
of racism as largely the consequence of 1ignorance and
individual prejudice, it was accused of being designed to
serve a placatory function within a society where racism
remains deeply embedded within institutions and structures
(Troyna, 1987). Troyna, for instance, argues that the concept
'Education for All' was the government's response to growing

demands for the teaching of community languages and separate
schools and that

"...there was a correlative need for the state to
construct an ideology to assuage the anxieties of black
parents that the education system is failing to respond

adequately or appropriately to the needs of their
children.” (Troyna, 1987: 28)

Or as Brandt (1986: 119) put it in his attempt to define
different perspectives in the multicultural/anti-racist

debate:

"...the position that seeks to explain the education

debate mainly or solely through the discourse of

anti-racism  would argue that institutionalized
multiculturalism is itself a product of institutional

racism and a 'racial form' that is itself racist. This is

sO In that it does not derive directly from Black
struggle or the Black experience but rather marks the

attempt of racist education to adapt to the challenges

posed to it by the transhistorical struggle of Black

pecople In this country against their continued oppression
by institutional racism.”

While in his theory Brandt polarises the debate, it is far
more difficult in practice to separate out the multicultural
from the anti-racist elements in the actual examples he
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provides of teaching strategies. Furthermore his observations
are limited to multi-ethnic classrooms and his argument that
anti-racist education must "derive directly from Black
struggle or the Black experience" would appear to preclude the
possibility of anti-racist work in the majority of schools
which are predominantly white. Other educationalists - in a
concern for uniting practitioners and potential allies - have

attempted to bridge, or reject, the ‘'gulf' Dbetween
multicultural and anti-racist education (Grinter, 1985;

Leicester, 1986; Figueroca, 1986). For Leicester, the debate
implies "a fake dichotomy" since there is both a racist and an
anti-racist conception of multicultural education. While the

latter is necessary, she acknowledges however that it is
nevertheless "insufficient for anti-racist education because
anti-racism must address the issue of structural
discrimination too" (Leicester, 1986: 7). To Cohen, the debate
is "sterile and destructive"” and it is necessary to "find ways
of combining the positive elements in both approaches while
avoiding their negative features" (1987: 4). This perspective
is rooted in a cultural studies project on reducing °‘'common
sense' racism by enabling children "to find their voice"
(Cohen, 1988/9: 7), while learning to understand their own
constructions, including the construction of racist imagery.

Carlton Duncan, one of the four black members of the Swann
Committee, has also argued for a concept of education which
unites multicultural and anti-racist elements (1987: 83):

"What in fact was necessary, and is necessary, to save
present and future generations of black children in the
schools is a multicultural approach in an anti-racist
sense... Multicultural education which is anti-racist
based seeks equitable restructuring of power structures
and the just redistribution of the power held."

A crucial factor for Duncan is that as a headteacher and a
practitioner operating within the present school system he is
faced with developing strategies for change which have to
relate to practical realities. Schools operate as institutions
in a society controlled by dominant Interests. A possible
indication of the constraints under which Duncan operates 1is
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his use of the word "seeks" rather than 'demands'. Given
embedded racism in society, what is the maximum schools can
achieve? Asked about the effectiveness of the multicultural/
anti-racist policy at Duncan's own school (George Dixon,
Birmingham), a student replied: "It 1limits racism." (BBC
Mosaic, 1989) This is clearly an important achievement. How
much a school can extend 'damage limitation' into a genuinely
transformative role in the wider society - and effect change
in the alignment of power - is what remains open to question.

According to Carrington and Short (1989) while fundamental
ideological differences remain between anti-racists and
multiculturalists, at the level of educational practice the

distinction is often hard to maintain. There are anti-racists
who teach about cultural diversity3 and multiculturalists who
teach about racism, with both parties increasingly supporting
common organisational, curricular and pedagogical strategies
for reduction of prejudice and combatting racism within
schools. For example, Lynch (1987) locates prejudice reduction
as a central concern of multicultural education and along with
Banks (1985; 1986; 1989), stresses the 1importance of a
holistic approach and institutional reform to affect the whole
school. How such reform is broached is also critical. For
instance, a most powerful indictment of the dangers of
attempting to impose an anti-racist policy in an
authoritarian, non-democratic manner has emerged from the
Macdonald Enquiry ('The Burnage Report'), investigating the
death of thirteen year old Ahmed Ullah following a racist

' It is interesting to note how a highly theoretical
exponent of anti-racism such as Mullard (1984) has adapted his
language in his more recent role as Chair of the Arts
Education for a Multicultural Society project. It would appear
that his enlistment of "the three '0O's™ - Orientation,
Observation and Opposition - in the struggle against racism
(1984: 42) have now made room for three 'C's in the attempt
"to achieve multicultural, non-racist understanding within a
framework of cultural diversity, challenge and change" (1989).
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attack in a Manchester school playground (Macdonald Enquiry,
1990).

The situation in predominantly white areas
While white institutions and power structures in inner cities

and provincial towns with significant black populations have
at least been challenged over the past couple of decades to
concede some shifts in political power, leading among other
things to certain shifts in local education policies, the
situation is different Iin predominantly white areas.
Reinforcing his earlier point about Britain's "historical
amnesia"” about its colonial past, Hall (1985) has described
racism Iin terms of structured omission:

"Racism is as much a structured absence - a not-speaking

about things - as it is a positive setting up of
attitudes to 'race'."

This "not-speaking about things" is clearly much more obvious
in areas where there are hardly any black people, a feature
well-documented in Chris Gaine's aptly-titled study No
Problem Here (1987) and, as Tavlor has pointed out, "the
majority of Britain's population... does. not live in inner
cities, nor is it in regular contact with non-white people”
(Taylor, 1984: 1). Although the Swann Report was seen by its
critics as a brake in many respects on the kind of radical
changes necessary to combat deeply institutionalised racism,
in the mainly white shires or schools which have regarded the
fdea of even multicultural education as totally irrelevant,
the report nevertheless provided a wedge in the door. In its
detailed critique NAME on Swann, the National Anti-Racist
Movement in Education (1985) urged that "Whatever the
short-comings of the Swann Report the issues that it raises
must be kept on the educational agenda" (NAME, 1985: 1). At a
tactical 1level the report's official status at least
'legitimised' raising issues of racism, perhaps for the first
time in many areas. To be wedged in the door was no where near
the centre, but it was a step onward from being outside.
Following Swann, 'education for a multi-ethnic society' became
a national priority with ‘'white' LEAs being specifically
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encouraged to apply for 70 per cent Education Support Grant
government funding for local multicultural projects.

Attitudes amongst white students
Despite the ubiquitous 'no problem here' response, there is

consistent evidence of racist attitudes amongst yvoung white
people. Attempts to measure and understand the significant
factors determining racial prejudice have been carried out in
Britain since the 1970s (Bagley, 1970a; 1970b; Verma and
Macdonald, 1971; Bagley and Verma, 1975; 1979), with research
showing at how early an age children develop an awareness of
'race' and the social welght attached to the different
classifications (Goodman, 1964; Milner, 1975; 1983; Davey,
1983; Jeffcoate, 1979). Tomlinson suggests that "over 40 years
after the Declaration of Human Rights, there has been
remarkably little change in the beliefs that white pupils,
parents and some teachers hold, about non-white former
colonial settlers in Britain, and about former colonies and
the Third World" (Tomlinson, 1990: 44). Drawing on evidence
collected from essays and discussions during the 1970s and
1980s, Tomlinson notes a number of recurrent negative themes:
exclusionism (e.g. Britain is, and should remain, a 'white'
country); ethnocentrism ('our' culture is superior); imperial
regret ('we' once owned the world); scapegoating (immigrants
take ‘'our' jobs and live in ‘'luxury'); repatriation (black
people and foreigners should be sent back to their ‘'own'
countries); racial strife (the minorities are militant and to
blame for confrontations, crime and violence). Tomlinson also
notes the emergence of more positive themes despite these
often being "grudging, paternalistic and hard for young white
people to articulate... also often in conflict with parental
views” (Tomlinson, 1990: 46), namely: acceptance (e.g.
minorities have been here a long time and are no different in
many ways); sympathy (minorities in Britain have problems, as
do Third World people); respect (cultural <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>